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 The Santa Rosa County School District  has established itself as a community of learners in a great com-
munity. While community may be defined in a number of ways; at a minimum, a sense of community exists when 
people; know one another in multi-dimension always (that is, more than just a job title, ethnicity, disability category, 
etc.), feel that they belong and are welcomed, care for one another in times of need, look forward to a future togeth-
er, freely express hopes and feelings and trust one another. These are the pillars of all strong communities. To es-
tablish and maintain a strong educational community we must address one of the most fundamental aspects of any 
successful program, a system of ensuring that all members are safe and operating under a clearly articulated set of 
principals that everyone adheres to and understands. While the academic aspects of our program are often clearly 
delineated in a multitude of venues, the behavioral expectations, supports and consequences are often vague and 
ill-defined. The purpose of this manual is to provide a clear and consistent framework within which all members of 
our educational community can operate and in which children can be successful. 
 
 Young children exhibit challenging behavior for a variety of reasons. They may experience difficulty in their 
initial transition, with communication, or from a convergence of delays and environmental factors (i.e., family and 
community violence, poverty, etc.). First-time transitions from home to preschool can be very difficult for young  
children and their families (Hanline, 1993; Rosenkoetter, Hains, & Fowler, 1994) preschool presents a new setting 
with new adults, unfamiliar routines, new materials, and a significant separation from the family. For some children, 
language and communication delays result in frustration from an inability to express desires, confusion, and/or  
challenges. Other children experience not only developmental delays, but live in challenging environments that may 
include living in poverty, situations that involve domestic and community violence, and drug and alcohol abuse. As a 
result of these many contributing factors, young children with challenging behavior may pose significant disruptions 
for the entire classroom. 
 
 Challenging behaviors may increase at the time of transition or may become persistent across multiple 
activities and settings. These behaviors may compromise the learning and/or safety of other children. Often these 
challenging behaviors disrupt classrooms damaging peer and teacher relationships (Tudge, Odero, Hogan, & Etz, 
2003; Hamre & Pianta, 2001) [Center for Evidence-Based Practice]. Regardless of the rationale behind the  
behavior, the significant challenges imposed by such a student can distract from the learning environment and lead 
to loss of productive educational progress for both the individual student and the school program. There is mounting 
evidence showing that young children with challenging behavior are more likely to experience early and persistent 
peer rejection, mostly punitive contacts with teachers, family interaction patterns that are unpleasant for all  
participants, and school failure (Center for Evidence-Based Practice: Young Children with Challenging Behavior, 
2003). Conversely, children who are emotionally well adjusted have a greater chance of early school success 
(Raver, 2002). Social and behavioral competence in young children predicts their academic performance in the first 
grade over and above their cognitive skills and family backgrounds (Raver & Knitzer, 2002). 
 
 Science has established a compelling link between social/emotional development and behavior and school 
success (Raver, 2002; Zins, Bloodworth, Weissberg, & Walberg, 2004). Indeed, longitudinal studies suggest that 
the link may be causal…academic achievement in the first few years of schooling appears to be built on a founda-
tion of children’s emotional and social skills (Raver, 2002). Young children cannot learn to read if they have prob-
lems that distract them from educational activities, problems following directions, problems getting along with others 
and controlling negative emotions, and problems that interfere with relationships with peers, teachers, and parents. 
“Learning is a social process” (Zins et al., 2004). The National Education Goals Panel (1996) recognized that a 
young child must be ready to learn, e.g., possess the pre-requisite skills for learning in order to meet the vision and 
accountability mandates of academic achievement and school success.  
 

BEHAVIOR MATTERS 
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 Academic readiness includes the pro-social skills that are essential to school success. Research has 
demonstrated the link between social competence and positive intellectual outcomes as well as the link between 
antisocial conduct programs that have a focus on social skills have been shown to have improved outcomes related 
to drop out and attendance and grade. retention, and special education referrals. They also have improved grades, 
test scores, and reading, math, and writing skills (Zinsetal., 2004). 
 
Social skills that have been identified as essential for academic success include: 
getting along with others (parents, teachers, and peers)  
 following directions, 
identifying and regulating one’s emotions and behavior 
thinking of appropriate solutions to conflict, 
 persisting on task 
engaging in social conversation and cooperative play 
correctly interpreting other’s behavior and emotions 
feeling good about oneself and others. 
 
 And yet, many children are entering kindergarten and first grade without the social, emotional, and  
behavioral skills that are necessary for learning and success in school. One survey of over 3000 kindergarten 
teachers found that 30% claimed at least half of the children in their classes lacked academic skills, had difficulty 
following directions and working as part of a group; and 20% reported that at least half of the class had problems in 
social skills (Rimm-Kaufman, Pianta, & Cox, 2000). Research indicates that children who display disruptive behav-
ior in school receive less positive feedback from teachers, spend less time on tasks, and receive less instruction. 
They lose opportunities to learn from their classmates in group learning  activities and receive less encouragement 
from their peers. Finally, children who are disliked by their teachers and peers grow to  dislike school and eventually 
have lower school attendance (Raver, 2002). 
 
 The fundamental importance of establishing and maintaining a strong, functioning behavior management 
program within the school setting is obvious. The purpose of this manual is to provide a guide to the current  
structure of the behavior management program within SRC and the resources available to school-based staff to 
provide assistance to children and families who are struggling with challenging behaviors. It does not represent a 
comprehensive listing of all possible resources, nor does it limit any individual from attempting approaches that are 
not found within these pages. The manual is designed to guide the reader through available services from least 
restrictive to the most restrictive. When available, entrance and exit criteria for set programs have been provided. In 
the majority of cases a student would progress through the continuum of services from least to most restrictive until 
an environment is successful in allowing the child to access the curriculum. There are individual cases where a 
child may require a more or less restrictive placement by virtue of individual need without having accessed all of the 
intermediate programs. Such a placement would require evidence in the form of objective data and justification by 
the team making the placement decision.  
 
 Finally, we encourage educational staff to make use of the resources contained herein as well as  
guidelines to pursuing individual solutions to unique problems. Each child represents a unique opportunity to create 
a successful program and increase our own capacity to serve other children exhibiting the same characteristics. 
The district office staff is uniquely prepared to assist you in helping to shape and create a program that will meet 
individual programmatic needs. Please do not hesitate to contact anyone on our administrative staff to procure the 
resources needed to provide a successful learning environment for your student. 



 

 7 Facts About Young Children with Challenging Behaviors 

What is the SIGNIFICANCE of the issue? 

 These children have a tremendous risk of school failure and adult lives characterized by violence, abuse, loneliness, and 
anxiety (McCord, 1978; Olweus, 1991). 

 The developmental course is predictably negative for those who are “non-treated” or “poorly related” (Lipsey & Derzon, 
1998; Patterson & Fleishman, 1979; Wahler & Dumas, 1986). 

  Early appearing behavior problems in a child’s preschool career are the single best predictor of delinquency in adolescence, 
gang membership, and adult incarceration (Dishion, French, & Patterson, 1995; Reid, 1993). 

 If challenging behaviors are not altered by the end of the third grade, it appears that they should be treated as a chronic 
condition, hopefully kept somewhat in check by continuing and ever more costly intervention (Dodge, 1993). 

 The absence of one comprehensive service delivery system dictates the need for systems of care – weaving together multi-
ple existing services or programs into a cohesive, collaborative system. Evidence exists to show that interlocking and inter-
connected systems of care have been effective with older children and adults (Smith & Fox, 2003). 

 The database on service utilization is sparse making it difficult to compare and contrast different approaches to identification, 
screening, referral and access to service (Fixsen, Powell & Dunlap, 2003). 

What are the COSTS of failing to address these challenging behaviors? 

 Children who grow into adolescence with challenging behaviors are likely to drop out of school, be arrested, abuse drugs 
and alcohol, have marginalized adult lives, and die young (Lipsey & Derzon, 1998; Walker, Colvin, & Ramsey, 1995).  

  There is evidence to show that young children with challenging behavior are more likely to experience: 
 • early and persistent peer rejection (Coie & Dodge, 1998); 
 • mostly punitive contacts with teachers (Strain et al., 1983); 
 • family interaction patterns that are unpleasant for all participants (Patterson & Fleishman, 1979); 
 • school failure (Tremblay, 2000; Kazdin, 1993), and; 
 • high risk of fatal accidents, substance abuse, divorce, unemployment, psychiatric illness, and early 
   death (Coie & Dodge, 1998; Kazdin, 1985). 

What POSITIVE OUTCOMES can be expected from early intervention services that address these  
challenging behaviors? 

 Decreased risk of withdrawal, aggression, non-compliance, and disruption (Strain & Timm, 2001). 

 Treatment impact on fears, phobias, depression, anxiety, hyperactivity, conduct, and obsessive-compulsive disorders. 

  Positive peer relationships including understanding of friendship, cooperation, and sharing (Denham & Burton, 1996). 

 Increased self-control, self-monitoring, and self-correction and improved social-emotional health (Webster-Stratton, 
1990). 

 Academic success (Walker, et al., 1998). 

 Reduced risk for teen pregnancy, juvenile delinquency, and special education placement (Strain & Timm, 2001) 
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  “An ounce of prevention is worth a pound of cure” Benjamin Franklin 

 The most effective program in dealing with challenging behavior from children is the one that precludes its occurrence. The 
most successful schools are those which engage in preventive practice as a matter of course and encompass all children in a program 
which promotes positive engagement in a respectful environment As noted in “Prevention Strategies That Work” by the U. S.  
Department of Education, prevention approaches in classrooms focus on what students need to be successful (Dodge & Bickert, 1996) 
and they extend the practitioner’s reach in helping students before corrective measures are necessary (Henley, 1997). 
 
 Prevention has two important advantages over corrective, after-the-fact discipline. First, it tends to be cost effective— it is 
much easier to prevent inappropriate behaviors than it is to correct them. Second, there are no negative consequences for children 
who behave appropriately. These components may be delivered in a variety of venues. The most commonly acknowledged types in 
the research literature are positive behavior support based at the school level, classroom level, community participation, and tiered 
interventions.  In most classroom and school-wide prevention approaches, there is an emphasis on: 

 
Behavior management systems that teach and reward appropriate behaviors. 
Social skills instruction as an integral part of the curriculum. 
Academic enrichment to ensure that students master key knowledge and skills. 
Replacement Behaviors are taught in order to bridge the gap  

 
 

Positive Behavior Management and Multi Tiered Systems of Support  
 
One of the central components of any successful program is positive behavior management in the classroom. Prevention through 
classroom management typically focuses on developing appropriate student behaviors, accelerating classroom learning, and  
decreasing inappropriate behaviors. Features of positive classroom management include: 
 
             Clearly communicated expectations for student behavior. 
  Teachers define acceptable behaviors in a concrete manner. 
  Acceptable and desired behaviors are within reach for the students 
 
              Ongoing positive and corrective feedback. 
  Teachers tell students what they are doing correctly and praise them for appropriate behavior.  
  In addition, teachers redirect inappropriate behavior before more intensive interventions become necessary   
  (Montague, Bergeron, & Lago-Delello, 1997). 
 
              Fair and consistent treatment of students. 
  Rules, consequences, and enforcement procedures are clearly defined and articulated to all students  
   (Henderson, 1997).  
  There are no surprises; students know what is expected and what will happen if they deviate from the  
  established system. 
  The posted rules and mild consequences are fair and applied consistently to all students 
 
An important element of positive behavior management is teaching students to monitor their own behaviors. Self-monitoring provides 
students with a strategy for observing their own behavior, recording it, and evaluating progress. Typically, self-monitoring 
strategies consist of teacher cues, a student checklist of appropriate behaviors, and systematic reinforcement for progress.  
Self monitoring helps students internalize their behavior and provides a visual reminder of what is expected of them. 
 

FIRST STEPS AND MTSS 
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Multi– Tiered Systems of Support for Behavior 
 
 

ACADEMIC and BEHAVIOR  
SYSTEMS 

 
 

Tier 3 (Few): Intensive, Individualized  
Interventions & Supports 

The most intense (increased time, narrowed focus,  
reduced group size) instruction and intervention based upon 

individual student need provided in addition to and aligned with 
Tier 1 & 2 academic and behavior instruction and supports. 
(Intensive Social Skills Teaching, Individual Behavior 

Plans, Parent Training Collaboration,  
Multi– Agency Collaboration) 

 
 

Tier 2 (Some): Targeted, Supplemental I 
Interventions & Supports 

More targeted instruction/intervention and  
supplemental support in addition to and aligned with the core 

academic and behavior curriculum. 
(Small group Social Skills, Self-Management  

Programs, Check In– Check Out, and Increase  
Academic Support) 

 
 

Tier 1 (All) : Core, Universal 
Instruction & Supports  

General academic and behavior instruction and support provid-
ed to all students in all settings. 

(Social Skills Teaching, Positive Proactive Discipline, 
Teaching Behavioral Expectations, Active Supervision and 

Monitoring, Positive Reinforcement System, and Firm, 
Fair, and Corrective Discipline)  

 
For more information visit: http://flpbs.fmhi.usf.edu 

FEW  

3– 5% 

SOME 

10—15% 

ALL 

80% 
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Behavioral MTSS in Santa Rosa County

20 schools 
implementing 
MTSS Behavioral 
Supports at 80% or 
higher fidelity

Behavioral MTSS in Santa Rosa County
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 ACADEMIC and BEHAVIOR SYSTEMS

Tier 3: Intensive, Individualized Interventions & 
Supports: The most intense (increased time, 

narrowed focus, reduced group size) instruction 
and intervention based upon individual student 
need provided in addition to and aligned with 
Tier 1 & 2 academic and behavior instruction 

and supports.

Tier 2: Targeted, Supplemental Interventions & 
Supports

More targeted instruction/intervention and 
supplemental support in addition to and 

aligned with the core academic and behavior 
curriculum.

Tier 1: Core, Universal :Instruction & Supports 
General academic and behavior instruction and 
support provided to all students in all settings.

Implementation and Fidelity of Tiered 
Interventions
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Behavioral MTSS in Santa Rosa

School Name ODR 13/14 
ISS days 
13/14 

OSS Days 
13/14 ODR 12/13 

ISS days 
12/13 

OSS days 
12/13 ODR 11/12 ISS 11/12 OSS 11/12 

Avalon Middle School  327 229 222 661 615 342 668 571 207 

Bagdad Elementary 134 21 7 142 22 43 132 14 22 

Bennett Russell Elementary 110 5 6 105 6 17 187 13 6 

Central School  537 426 187 460 268 204 499 262 252 

Chumuckla Elementary 46 10 12 77 13 13 110 21 12 

East Milton Elementary 105 2 25 126 4 27 110 7 27 

Hobbs Middle School  623 498 185 864 690 399 1175 928 531 

Holley Navarre Primary 100 0 6 86 0 1 103 0 6 

Holley Navarre Intermediate 34 1 32 30 2 13 65 2 27 

Holley Navarre Middle 494 322 83 555 470 168 559 408 77 

Jay Elementary 117 25 23 90 18 14 81 36 20 

King Middle 912 884 650 954 942 752 953 842 818 

Pea Ridge Elementary 84 4 25 69 0 10 121 1 30 

Rhodes Elementary 180 13 54 181 25 70 235 24 65 

Sims Middle School 272 293 123 376 434 54 506 561 144 

West Navarre Intermediate 36 15 33 79 16 8 25 1 12 

West Navarre Primary 14 0 0 9 0 0 0 0 0 

SAIL program 29 0 40 40 8 64 31 147 34 

Dixon Primary 84 11 0            

STAR Program 0 0 0             

TOTAL  4238 2759 1713 4904 3533 2199 5560 3838 2290 

SRC (2011-2014)= 24% decrease in ODR, 28% decrease in ISS, 25% decrease in OSS 
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For the 2013-2014 school year,  Santa Rosa County School District has been awarded the 
following Positive Behavior Support MTSS Model Schools for state of Florida:    

CONGRATULATIONS 
 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Bronze-Level Schools report a comprehensive system of support at Tier 1. Critical elements of Tier 1 
PBS:MTSS are implemented with fidelity, and data are utilized within a problem-solving framework in or-
der to improve the outcomes of students. Bronze-Level schools have developed innovative, creative, and 
functional ways of implementing Tier 1 PBS:MTSS that set them apart from other schools. 
 
Silver-Level Schools report all of the characteristics of Bronze-Level schools and implement with higher 
levels of fidelity. Visibility, political support, parent involvement, and funding strategies are in place to en-
sure continued success with their MTSS implementation efforts for behavior. Silver-Level schools “drill 
down” into their data to ensure that their Tier 1 system is effective for all groups of students, and have tak-
en steps to build systems of support for behavior at Tier 2. 
 
Gold-Level Schools report all of the characteristics of Bronze- and Silver-Level schools, implement with 
the highest levels of fidelity, and have developed systems of support at Tiers 2 and 3. Gold-Level schools 
exceed their peers in both the quality and depth of implementation across all three tiers of support. Prac-
tices that are consistent with positive behavior support are evident in decision making, and steps are tak-
en to ensure PBS:MTSS systems are supported. Positive outcomes for students are evident at Tier 1, Tier 
2, and Tier 3 levels of behavior support  

A PBS:MTSS Model School is one that has met specific criteria and has reported innovative, creative, and 
functional ways of supporting PBS:MTSS in their respective school. Specific characteristics of PBS:MTSS 
Model Schools are their consistent methods of: (1) utilizing their data to better serve the students and 
staff, (2) teaching PBS:MTSS to new students throughout the school year, (3) creative and engaging re-
ward systems, (4) extending PBS:MTSS throughout the campus and partnering with the community and 
parents, and (5) including PBS:MTSS into daily activities across all available teaching opportunities. 
PBS:MTSS Model Schools have made a commitment to both PBS:MTSS and to their schools and it 
shows! 

AVALON MIDDLE SCHOOL Bronze 

BAGDAD ELEMENTARY SCHOOL Silver 

BENNETT C RUSSELL ELEMENTARY 

SCHOOL 
Gold 

HOBBS MIDDLE SCHOOL Silver 

HOLLEY-NAVARRE MIDDLE SCHOOL Bronze 

HOLLEY-NAVARRE PRIMARY SCHOOL Silver 

PEA RIDGE ELEMENTARY SCHOOL Gold 

S.S. DIXON PRIMARY SCHOOL Bronze 

STAR PROGRAM Bronze 

THE SAIL PROGRAM Bronze 

THOMAS L. SIMS MIDDLE SCHOOL Bronze 

W. H. RHODES ELEMENTARY SCHOOL Gold 

WEST NAVARRE PRIMARY SCHOOL Gold 
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"What I am today is a reflection of what I have learned, not of my potential." 
          Virginia Satire 

 This quotation penned by Virginia Satire inspires countless thoughts pertaining to the quality of interactions we have, 
the beliefs we hold, the goals we strive toward, and the degree of success we can foster amongst one another. Each human 
being acts in accordance with his/her belief system, often discounting that acting in this manner impedes his/her own success 
and best interest if the belief system is dysfunctional. Changing the beliefs and values one holds is an active process, and one 
that often exposes the experiences and insecurities that have led to the development of our automatic responses. It is only 
when we are courageous enough to examine our own thinking that we can be taught new skills that will impact ,our behavior 
and our lives. The cycle of change, as well as change itself, is often an upsetting and extended process. While some changes 
can be accomplished quickly, we cannot assume that we can undo the accumulated beliefs of a lifetime within a school pro-
gram that does not constitute a majority of a child’s day. Conversely, we should always be embracing the potential for change 
that each of us possesses, looking for the smaller steps toward change that we can foster, and understanding 
that the impact we have on a child may go unspoken. 
  
  Once we begin the process of change the bar for our potential rises. It is the experience of many who come through 
our doors that their potential is limited by the walls in their life. Some of these are actual obstacles while others are simply per-
ceived and can be easily shattered. The goal of all behavior programming in Santa Rosa County District Schools is to modify 
behavior by encouraging students to examine the beliefs and thinking patterns that precede their problem behavior. In addition, 
it is crucial to assume that despite the age, cognitive ability, or the background of each person, he/she must be taught the skills 
necessary to successfully interact in society. 
 
 Effecting behavioral change is a dynamic process. As such there will not always be a concrete or "right" answer that 
is equally applicable to each situation. However, it is important to identify the basic parameters and theoretic principles of any 
program and be able to apply these to problematic situations as they arise. The intent of this behavioral manual is to clarify the 
core components of our program and to reinforce the principles that drive the operational applications. Since we so often func-
tion in an environment that is wrought with challenge, it is easy to alter the parameters of the program in an effort to ease our 
workloads. Although this is not done to cause harm or conflict, the practice or oral tradition can become misguided and actually 
hinder the progress we seek to gain. The goal of this section of the manual is to provide a comprehensive written guide upon 
which to make decisions regarding student behavior in the context of our behavior program.  
 
 Additionally, we hope to provide a rationale for interventions of staff in each respective area and solidify 
the guidelines for staff in some of the more typical problem areas.  

TEACHER’S MATTER 
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Someone who values the importance of the team. While working with students with behavioral problems can be challenging, 
it is important to realize that no single person has all the answers. Nobody should undermine or devalue the style or actions of 
another staff member. For our program to meet the challenges presented by our students there must be a mix of various staff 
styles and backgrounds. Each child is reachable by someone at some point in time. Valuing diversity amongst the staff team 
increases the likelihood of a child connecting with a staff member. The importance of rapport with children can never be under-
estimated since connection often plays a significant role in change. It is crucial for school teams to pull together when dealing 
with disagreements amongst themselves or addressing challenging students. The best interest of the child should always be 
our focus. While we may have different ideas about what this "best interest" entails, we should always be modeling the values 
of respect and teamwork. 
 
Someone who is knowledgeable of themselves and their own beliefs, feelings, strengths, and limitations. We are here 
to shape behavior not to cast judgment or allow our perceptions to interfere with program delivery. Having an understanding of 
ourselves permits us to proactively understand what situations may prove problematic and highlight areas that would require a 
different approach. The values, beliefs, and behavioral expectations articulated above are for the entire SRC staff and students. 
We share these beliefs and work together to make them a reality. 
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The Role of the Teacher 
 
 Any program can only be as good as the staff members who 
are responsible for delivering it. The quality of staff involvement 
is an indispensable ingredient through which behavioral change can 
be influenced. Physical building structures, budgets, research based 
programs, and technology may be a means to an end, but ultimately it 
is the involvement, initiative, responsiveness, integrity, sense of  
mission, and perseverance of staff that makes the difference. 
 
 It is important to recognize that the values one  
demonstrates are, at minimum, equally as important as the training, 
experience, or education one possesses. It is not the role of formal 
training or education to help us see the virtue in the calling in which 
we partake. These forums simply enhance our competency.  
Ultimately it is the continuous belief in the potential of others that  
motivates and perpetuates successful relationships. The following 
attributes are qualities staff members of the Santa Rosa County 
School District should strive toward to best meet the needs of the 

An optimistic person who is always willing to see a real and worthwhile attribute in a person or situation, 
despite how buried it may be. 
 
Someone who believes staunchly in the potential of human beings to change. To help children make positive 
decisions a staff must radiate a confidence and conviction that they have the potential to do so. 
 
Someone who strives to deliver the highest quality of services to our students. Despite the challenges that  
frequently present themselves, someone who consistently performs to the very best of their ability and encourages their peers 
to do so as well. 
 
Respect for the sacredness of human life and potential. People are not expendable and the shaping of someone's 
personality is a high calling. This is our legacy because we leave to the world the impact we have made on those with whom we 
have worked. 
 
A person with high integrity. Our commitment to the lives of others dictates that we be honest, compassionate, 
and fair toward one another and toward the children in our care. 
 
Someone who embraces and understands change. Change is constant in our line of work. Remaining flexible 
and open minded is important, but equally so is someone who recognizes change when it occurs. Often our kids 
have experienced years worth of damage. While we cannot expect to achieve major behavior changes in a short 
amount of time it is important to recognize and celebrate small areas of growth. 
 
Someone who cares. Care and role modeling are inextricably linked. We must care enough to promote growth, 
but must consistently remain cognizant of the manner in which we demonstrate caring so that we avoid enabling 
inappropriate behavior. To care means we must take the time to teach the behaviors we expect, consistently hold 
students to that standard and model those behaviors ourselves. Students who have been referred into our special 
education program for behavior problems are often dealing with a myriad of issues that extend far beyond school. 
Their behaviors, while inappropriate to us, have more often than not been used by them as coping mechanisms. 
Allowing a student to get away or slide by with an inappropriate behavior does them no favors because it permits 
them to manipulate as they have done in the past. The way we demonstrate caring is by consistently confronting 
inappropriate behavior, teaching appropriate alternatives, and modeling these new expected behaviors. 
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Understanding Cognitive Behavioral framework from a teacher perspective 
 

The cognitive behavioral framework is a model for describing, understanding, and changing behavior. It operates on the fun-
damental assumption that thinking and attitudes influence our behavior, and therefore we can change behavior by changing 
thought patterns and attitudes. Simply put, the cognitive model states that prior to all human behaviors, a person is presented 
with an antecedent situation. Based on that situation, a person has certain selftalk (thoughts) that give rise to feelings and then 
to the behavior that they choose to exhibit. This behavior then results in consequences, which then introduces a new anteced-
ent situation, and the cycle repeats itself ad infinitum. For the purposes of behavior modification, then, we seek to change indi-
vidual thinking patterns and therefore behaviors by manipulating the antecedents to their thoughts and the consequences that 
result. 
 
Research has shown that therapists have been successful in addressing mental health issues in children and adolescents re-
sulting in violent behavior by changing thought patterns through cognitive behavioral frameworks. Therefore, we use the cogni-
tive model because its goal is to change such thinking. It uses techniques to monitor thought patterns, recognize the connec-
tions between thinking and behavior, and replace distorted thinking with rational thinking in order to foster more appropriate 
behavior. We challenge our students to pay attention to the thought patterns they have and the behaviors and consequences 
that result from them. This further challenges students to reduce the "automatic" thinking they have to given situations and 
recognize the thoughts that they have that put them at risk to doing something hurtful or irresponsible. 
 
We use the principles of behavior modification to create an environment that manipulates and manages contingencies 
(consequences) to key behaviors. Using these principles the probability of more appropriate and pro-social behaviors can be 
increased, while the probability of inappropriate and anti-social behaviors can be decreased. 
The goal of behavior modification is to either increase the probability of a desirable behavior or decrease the probability of an 
undesirable behavior. The particular behavior of interest is called the target behavior. 

 
The probability of a behavior can be increased through the use of  
REINFORCEMENT. There are two kinds of reinforcement: 
 
POSITIVE REINFORCEMENT: the presentation of a reward or desirable event 
after the 
target behavior. 
 
NEGATIVE REINFORCMENT: the escape from, or the avoidance of, an unde-
sirable event. 
 
The probability of a behavior can be reduced through PUNISHMENT  
or EXTINCTION.  
 
PUNISHMENT is the presentation of a noxious or unpleasant or undesirable 
event after the target behavior. 
 
EXTINCTION is a non-response to a given behavior (no reinforcement; no 
punishment) Often an "extinction burst" 
will occur. This is an immediate rapid increase of the target behavior, followed 
by its reduction.  

 

A formal structured use of positive reinforcement is called a "token economy." In a token economy, a symbol or token is used 
to provide reinforcement for desirable behaviors. These tokens or symbols can then be used to obtain concrete reinforcers 
later. In the self-contained behavioral programs in SRC, the token economy uses points (earned for specific behavioral skills) 
and a level system (recognition for achieving behavioral goals leading to increased independence and privileges). Shaping 
behavior means providing reinforcement to approximations of the desired behavior, gradually moving the individual to perfor-
mance of the target behavior. It can be seen as enabling change through the individual taking small, "baby steps" to the desired 
behavior. 
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The use of these methodologies leads to a behavior management system that is focused on discipline rather than on punish-
ment. While it may appear to be a matter of semantics that differentiates the two orientations, it is important to distinguish be-
tween these terms and consistently compare our interventions with philosophical frameworks in order to effectively manage 
behavior. As described above, punishment is an undesirable event that is delivered upon the completion of an undesirable or 
inappropriate behavior. It can also have the connotation of retribution. In behavioral terms, punishment is a contingent event 
that reduces the probability of a target behavior. The problem with punishment is that the entire punishment situation, including 
persons and places, often pick up the strong feelings (fear/anger) that can be generated in the individual who is being pun-
ished.  
 
Thus, the punishment creates a conditioned emotional response which complicates the behavior change process. Further, 
while, punishment may reduce the probability of a given undesirable behavior, it does nothing to replace it with a more desira-
ble behavior. Very likely, another undesirable behavior rises to take its place! In contrast, discipline refers to using a system 
that teaches new behaviors through self-control and self-management of one's 
own behavior. Using cognitive behavior and behavior modification interventions, we focus on: 
 
 a) Generating and strengthening appropriate behaviors 
 b) Weakening or eliminating inappropriate behaviors 
 c) Generating self-control 
 d) Safeguarding the dignity and worth of our students as human beings 
 e) Developing pro-social attitudes and values 
 f) Providing children with the tools that will enable success within society 

Modifying behavior within the context of a discipline-oriented system requires 
significant skill on the behalf of the staff. This process can be classified as 
considerably more active than simply delivering  
consequences under a punishment-style model. Staff must  
consistently focus on observing and measuring both appropriate and inappro-
priate student behavior.  
 
In addition, it is crucial that staff respond immediately to behavior, even if that 
behavior is relatively minor. Doing so prevents further escalation of the inap-
propriate action and permits a response to the behavior prior to it necessitat-
ing a major intervention. Since our goal is to teach and promote more positive 
behavior rather than to condemn and punish actions, responses to misbehav-
ior should be immediate so they may be directly tied to the misbehavior. 

Delivering Interventions 
To understand how to properly deliver effective cognitive behavioral and behavioral modification interventions, we need to 
practice disinvolvement, encouragement, and logical consequences.  
 
Disinvolvement does not refer to lack of investment in or involvement with a student. Rather, the concept focuses on maintain-
ing a sense of control over one's behavior and responses. When a student chooses to act in violation of expectations, it is often 
because they are expecting a certain response. Even the most well-intentioned response or reaction to an inappropriate  
behavior may serve to strengthen and perpetuate the undesirable act. Essentially, a staff acting in line with the disinvolvement 
principle would remain emotionally neutral, express his/her feedback impartially, and would focus on the behaviors a student is 
demonstrating rather than making a judgment about the person. It is always important to focus on the DO rather than ARE. 
We want to consistently reinforce that what someone does is not equal to who they are. This permits us to focus on  
someone's behavior rather than making a subjective judgment about their worth as a person. Disinvolvement prevents the  
inadvertent reinforcement of inappropriate behavior. When the staff is not emotional or angry, it forces the students to either 
explain their own behavior or alter the manner in which they are responding. Remaining emotionally neutral is particularly  
effective in minimizing power struggles between students and staff. 
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Encouragement is the cornerstone of our behavior program as it cre-
ates the foundation for rapport with students. It is important because it 
affirms the worth and potential to change that each person possesses. 
Encouragement allows staff to focus on the child as an individual. Chil-
dren should be accepted and valued as they are. This does not infer 
that changes should not be made, but rather that the change process is 
unique to the needs and skills of each child. The encouragement pro-
cess provides an environment for staff to specifically praise and rein-
force the small steps that are taken toward larger behavioral goals and 
objectives. It is the process of change that should be most heavily rein-
forced, rather than the final product. While it is important to recognize 
the end result of a child's efforts, each successive step toward change 
should be rewarded to promote additional motivation to change. Praise 
and encouragement are critical factors in promoting long term positive 
change. 

Logical consequences asserts that all behavior is followed by a consequence or outcome. Staff members deliver  
consequences for the purpose of shaping and changing behavior. The corollary of this is if you as a staff choose to refrain from 
providing an appropriate response for an inappropriate behavior then you leave the behavior open to a response from the  
student's peers. This response may hinder positive growth on behalf of the student and actually enhance the likelihood of the 
student continuing to demonstrate the undesirable behavior.  
 
There are several different methods we utilize to attempt to change student behavior. Timeouts are used to help students think 
about inappropriate behavior they have engaged in and reduce the likelihood that they will exhibit that same behavior in the 
future. Points are tied to privileges and used in tandem with timeouts to reinforce positive behavior and extinguish negative 
behavior. Goals and thinking tools are used to help students focus on a particular inappropriate behavior, either over a period 
of time or a single instance, and help the student see more positive alternatives. Even with these various program tools, we 
would be hard-pressed to change behavior without effective praise and the positive reinforcement we offer to the students.  

One of the purposes of our program is to teach appropriate  
behavior and the intrinsic reasons to engage in it. For many of our 
students, this is a very difficult task. Praise and behavioral program 
rewards offer extrinsic reasons for students to engage in  
appropriate behavior. As students become used to behaving appro-
priately for these extrinsic reasons, we hope to establish positive 
behavioral patterns that will start providing students with intrinsic 
motivation.  
 
Students need to feel like they are doing something right. They are 
constantly reminded of what they need to change through timeouts, 
thinking tools, and groups that tend to address what the student has 
done wrong. Praise and rewards point out to the student that they 
also do things right. The very nature of our work with students who 
are receiving behavioral services presupposes that they have done 
something wrong, and it would be easy to become wrapped up in 
this fact and forget that all of our students do many things that are 
right. 
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Praise 
When praising a student, it is important to remember to identify exactly what 
you are praising the student for. We should be very cognizant of how specific 
we are when delivering praise because we want to be able to reinforce the 
exact positive behaviors we are noticing. It should also be noted that while 
you want to separate the behavior from the person when delivering a conse-
quence or giving verbal feedback for an inappropriate behavior, it is okay to 
keep the behavior together with the person when delivering praise.  
If a student assists his or her peer with a task it is ok to say, "You are a very 
helpful person," rather than sticking with, "Your behavior was helpful in that 
situation."  

Personalizing praise is a good thing because it helps create an identity for the student that is a positive one, and creating a 
positive self-identity helps create an atmosphere for positive behaviors. In order to facilitate the praise process, it is important to 
keep in mind the identified steps to effective praise. Effective praise is a powerful teaching tool, increases the likelihood of fu-
ture positive performance, increases recipient self-esteem, and builds positive relationships while decreasing inappropriate 
behavior. The strategy of effective praise is actually a social skill.  

1. Praise and Identify the Skill 
~ Begin the interaction on a positive note by praising for appropriate behavior. ~ "Sarah, that was great! 
You did a great job of following instructions just then." 
 

2. Description of Appropriate Behavior 
~ Specifically describe appropriate verbal and non-verbal behavior, including the antecedent event. 
~ "When I asked you to get started on your chore, the first thing you did was look at me and say 'Sure, I'll get on it' 
Then you did your tasks very quickly and let me know when you were done. That's a great job of following instruc-
tions." 
 

3. Rationale 
~ Provide the youth with a personalized reason to continue behavior in future situations. 
~ "By following instructions right away, you will have more recreation time." 
 

4. Request for Acknowledgement 
~ Takes the form of question to make the interaction a dialogue. 
~ "Do you understand what I mean, Sarah?" 

 
5. Positive Consequence 
~ Staff gives a positive consequence as a reward, which can be privilege-based or point-based. 
~ "For following instructions so well, you have earned more points!" 
 

6. General Praise and Encouragement 
~ Praise should be sincere and enthusiastic. 
~ "Thanks for all your effort today Sarah! Keep up the good work!" 



 

 21 

Documentation 
All formal and standard documentation is subject to court review should a parent decide to pursue a due process or a civil suit. 
Whenever you document something, imagine it being viewed on overhead slide by a courtroom full of people. Further, 
imagine your having to explain what you wrote to a jury, attorney or judge. 
 
The language style of writing should be straightforward and grammatically correct. If the documentation is handwritten, it 
must be LEGIBLE (think of that overhead!). Don't use "fancy" or "plastic" terms. These are terms that are too 
"professionaleese," and vague, subject to various interpretations by the reader. Avoid lots of adjectives, adverbs, and obscure 
or cryptic terms. Documentation is not the place to show off the "A" you received 
in Psychology 100. Don't let your writing exceed your educational or experiential 
competency. 
 
Always write in complete sentences, rather than sentence fragments. This, by itself, will improve the quality of documenta-
tion. Use active voice, first person, and avoid "substitution nouns." ( for example: Use "I", not "reporting staff", avoid using third 
person (e.g. "this writer"). Use the student's name (including LAST NAME), not "student" or "above mentioned student". 

What you write should be as self-evident and as objective as possible. 
Avoid generalizations, and assessment of "unseen" or internal items such as 
attitude, motivation. Any statements about such things need to be supported by 
behavior. Be cautious about conclusions which have a "clinical" flavor. For exam-
ple, use "sad" not "depressed", and make sure there is justification for such a 
summary term. For example, "The youth appeared sad, as evidenced by being 
tearful, making little eye contact, and speaking slowly in soft tones." 
 
Effective documentation is behavioral. That is, the documentation focuses on 
observed and public behavior. Think of the "camera check" from the thinking 
report. Don't say "The student was oppositional" or The student had a bad atti-
tude". Say instead, "The youth refused to answer questions with more than a few 
words, was slow to comply with simple directives, and said he was very angry at 
being here." 
 

The use of a phrase "as evidenced by", or "as shown by" or "as demonstrated by" has to be integral to any broader state-
ments about mood, attitude, and demeanor. Don't say "low self-esteem" unless you say: "Student has low self-esteem as 
demonstrated by his rumpled clothing, unkempt hair, and frequent negative comments about himself." 

Don't say Poor impulse control" unless you say: "Student has poor impulse control as evidenced by constantly interrupting 
during the lesson, constantly wanting to leave his seat, and playing with items on the desk." 
 

Don't say "Disrespectful" unless you say: "Student was disrespectful as shown by her continually making negative comments 
about myself and others in the class, and spitting at my feet." 
 

 Don't be afraid to quote. "The student said 'I am really going to raise hell here if you don't let me …....'" The quote 
does not have to be verbatim, and can be grammatically adjusted. Carefully document the student's reactions to your interven-
tion or your questions, but again be "behavioral".  
 

Don't say, "The student copped an attitude when confronted on his badmouthing peers". Say instead: "The student raised his 
voice, made several negative statements about the teacher, denied his behavior, and threw his book down on the table." 
 

Never use statements such as "I hate when the student does this" or "This behavior made me lose my cool." 
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AVOID CERTAIN TRIGGERS  
 Avoid large or noisy crowds  

 Avoid long delays  

 Avoid repetitive tasks (e.g., writing out spelling 

tasks)  

 Avoid power struggles*  

 Avoid long periods of desk work  

 Avoid seating arrangements next to instigating 

peers  

 Avoid negative language, such as ―no‖ or ―stop‖  

 
PROVIDE STRUCTURE  

 Set clear expectations and rules*  

 Preview rules and behavioral expectations*  

 Structured daily schedule*  

 Visual schedule*  

 Preview schedule*  

 Preferred activities scheduled in daily routines  

 Schedule adjustment*  

 Non-preferred activities scheduled among preferred 

activities  

 Student involved in planning  

 Planned activities for transition times*  

 Routines or signals to prepare for transitions  

 Minimize down times*  

 Predictability*  

A POSITIVE APPROACH 
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MODIFY CURRICULUM AND IN-
STRUCTION  
Curriculum Adjustments*  

 Appropriate and motivating curriculum*  

 Adjust the amount of assignment given to the 

student at once  

 Adjust the difficulty of the assignment  

 Intersperse difficult assignments with easier as-

signments  

 Break assignments into manageable sections*  

 Modify task length*  

 Assign tasks that require active participation  

 Assistive technology devices or services*  

 Allow for ―do-overs‖*  

 Personal interests used for motivation*  

 Provide extra time to complete assignments  

 

Instructional Adjustments  

  Shorten the instructional lesson  

  Instructional Pacing*  

 Change voice intonation  

 Peer assisted instruction  

 Direct instruction  

 Increased academic learning time*  

 Student follow-up*  

 Student maintains a planner for assignments  

ENVIRONMENTAL ENGINEERING*  
 Post all classroom rules and daily schedules in prominent locations*  

 Preferential Seating *  

 Needed materials are easily accessible  

 Rearrange the room or furniture  

 Create separate or designated work areas  

 Quiet areas*  

 Change the lighting  

 Adjust sounds (e.g., volume of music, voice volume)  

 Minimize or eliminate distracting materials*  

 Play music*  
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PROVIDE STRATEGIES TO 
INCREASE COMPLIANCE  
 Behavioral momentum*  

 Offer choices*  

 5-10 second compliance time window*  

 Effective commands*  

 Prompting*  

 Precision requests*  

 Proximity control*  

 Quiet start requests*  

 Allow flexible seating positions (e.g., stand, sit on 

knees)  

 Systematic prompting (if age-appropriate)*  

 

 
DESIGN SOCIAL SUPPORTS  
 Positive peer role models*  

 High rates of positive responses*  

 Peer mentor/tutor opportunity*  

 Peer involvement and influence*  

 Progress Reports*  

 Parent-Teacher Communication System*  

 Monitoring *  

 Personal Connection with Student*  

 Participation in extracurricular activities*  

 Positive peer reporting*  

 Transition supports*  

 Meaningful work projects*  
 

 
PROMOTE SELF-
REGULATION  
 Allow the student to take frequent breaks during 

difficult work activities  

 Provide time alone or time to regroup after a 
negative event  
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Functional Communication Skills*  
[Verbal & non-verbal (cues, signs, picture cards)]  

 Asking for attention  

 Raising hand  

 Asking for help  

 Requesting an item or activity  

 Asking questions  

 Seeking peer help  

 Requesting a break  

 Request to leave a situation (e.g., ―I want to be by myself for awhile)  

 Requesting an alternative activity  

 Appropriately communicating a protest response  

 Negotiating a start time for a task  

 Alternative behaviors for sensory feedback*  

 Requesting movement (e.g., stretch break, squeeze stress ball, move to an empty desk, stand while working, sit on an 

exercise ball, go for a walk, etc.)  

 

Social Skills*  
 Appropriate rejection/Ignoring*  

 Appropriately initiating social interactions (e.g., ―Play with me‖)  

 Socially appropriate play behaviors  

 Suggesting an activity  

 Sharing  

 Waiting for a turn  

 
Incompatible behavior*  
 Teaching a student to sit in a chair instead of lie on the floor.  

 Giving a student something to hold or do with his hands to avoid self-injury or other disruptive behavior  

 Sitting with hands folded in lap instead of poking or pinching peers  

Identify appropriate settings for the behavior *  

REPLACEMENT BEHAVIORS  
These are communicative alternatives that provide an immediate mechanism for the stu-
dent to meet their needs. The important part of this intervention is that the team must know 
the function of the behavior in order to teach an effective replacement skill.  

TEACHING APPROPRIATE BEHAVIORS 

http://www.google.com/url?sa=i&rct=j&q=social+skills&source=images&cd=&cad=rja&uact=8&ved=0CAcQjRw&url=http%3A%2F%2Fgatewaytherapies.com.au%2F2014%2F01%2Fsocial-skills-therapy-groups-how-do-they-work%2F&ei=D-7tVLjgL9DaggSHkoLQCA&bvm=bv.86956481,d.eXY&psi
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OTHER ALTERNATIVE BEHAVIORS 
These are skills that teach the student to cope with 
or tolerate difficult situations. They also alter prob-
lem situations and prevent the need for problem 
behaviors.  
 

Problem Solving skills*  
 Conflict resolution  

 Choice making  

 

Tolerance skills*  
 Longer wait times for teacher attention  

 Ignoring instigating peers  

 Delays to get the reinforcer (e.g., waiting for 

an activity)*  

 Appropriately dealing with peer accusations  

 Walking away from fights  

 Accepting ―no‖  

 Accepting consequences*  

 

Self-management/Coping 
skills*  
  Breathing exercises  

 Time to vent about frustrations  

 5 minute walk  

 Calm down‖ break*  

  Relaxation strategies  

 Positive self-talk*  

 Self-initiation activities to prevent boredom  

 Behavioral self-control*  

 Anger management*  

 Self-monitor occurrences of behavior*  
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PROMPTS/REDIRECTION  
 

 Redirection*  

 Verbal prompt*  

 Visual reminder (sign or picture)  

 Gestural prompt (pointing or using a hand sig-

nal) 

 Physical prompt (slight touch on the shoulder, 

gentle guidance)  

 Corrective feedback*  

 Teacher restates expectations to the student  

 Verbal rehearsal*  

 Rules Review*  

WITHHOLDING ACCESS TO CONSEQUENCES THAT 
MAY PROVIDE THE “PAY-OFF” FOR THE BEHAVIOR  
 Extinction*  

 Planned Ignoring*  

 Eliminate Audience*  

 Peer Ignoring*  

 In-class time-out*  

 Follow through*  

 

ENVIRONMENTAL ARRANGEMENTS  
 Change seating arrangements  

 Rearranging the room or furniture  

 Moving the student closer to the teacher  

 Move the student away from instigating peers  

 Provide a barrier between students  

 Eliminating distracting items in the classroom  

 Provide organized places for materials and assignments  

DECREASING INAPPROPRIATE  

BEHAVIORS 
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In Santa Rosa County, our goal is to change behavior . The data indicates that 
suspension is not effective in changing behavior. We desire to move away 
from consequences as a punishment, and use discipline to teacher appropri-
ate behaviors. The negative side effects of suspension impedes students ac-
ademic success, dropout rate increases, and students disengage from the 
learning process.  

Alternatives: 
 Conference with student  

 Parent contact (e.g., phone, e-mail, notes)  

 Parent conference  

 Offering the student choices  

 Reflection center*  

 Response cost*  

 Detention/ Saturday School  with Student /

parent training  

 In-school suspension with Social Skills com-

ponent  

 Restitution, Restorative Justice*  

 Positive Practice*  

 Peer consequences*  

 Reflective essay/activities*  

 Required relaxation*  

 Mini– Courses 

 Community Service/Service Learning 

 Behavior Monitoring/Behavior Contracts 

 Cool Off Passes 

 Alternate Schedule 

 Peer Mediation/Teen Court 

ALTERNATIVES TO SUSPENSION 
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Intensive  

ESE  

Services  

Tier III – Individual Intervention 

within General Education/BFC Class-

room 

Team: Behavior Coach, Guidance Counse-

lor, Indiv. Teacher, Mental Health Thera-

pist, Admin, BFC Teacher and Parent 

60- 90 day timeline 

 

 

TIER II – Targeted Group at School Setting within General 

Education 

Team: Behavior  Coach (PBS Coach), PBS/MTSS Tier  II 

team, Guidance Counselor, Admin., ESE teacher, Gen. Ed, 

Lakeview Therapist, Parent,  

 

 

TIER I – School Wide Positive Behavior Support at School Setting within General 

Education 

 

Team: Behavior  Coach (PBS Coach), Guidance Counselor , Administration, ESE 

Teacher, General Education, Parents, Students, & Teacher Assistants, SWPBS TEAM 

 

MTSS FOR BEHAVIOR 
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. 

 

TIER I – School Wide Positive Behavior Support at School  

Setting within General Education 
 

Team: Behavior Coach (PBS) Guidance Counselor , Administration, ESE Teacher , Gen-

eral Education, Parents, Students, & Teacher Assistants, SWPBS TEAM 

3 Day Training with School Team 

 

School- Wide Expectations Given, Taught, and Posted 

 

Classroom Expectations and Management plan is provided from each teacher 

 

Reward System Scheduled based on age appropriate reinforcers 

 

Data Driven Decisions based  Teacher Referrals and Office Discipline referrals 

(location, times, grades, offenses) 

 

Monthly Newsletter to staff /parents/and community members about Discipline/

ODR/OSS/ISS 

 

School-Wide Cohesive Consequence System of Teacher Referrals and ODR’s  

 

PBS meeting at least once a month (Action Plan Reviewed , Data Based Deci-

sions w/graph, and Agenda) Each person has a designated job 

 

PBS coaches meet quarterly with District Coordinator to update school Action 

Plans and network with PBS teams around the county 

 

Involve parents and community business for implementation/financial support 

 

Maintaining 80% established expectations with all students.  

 

Fidelity and Implementation needs to be established with 75% or higher in the 

school with all faculty and staff.  

 

Staff Trainings on McKinney Vento(Homeless) and Ruby Payne (Framework for 

Understanding Poverty) 
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TIER II – Targeted Group at School Setting within Gen-

eral Education 
RTI team: PBS/Behavior  coach, Guidance Counselor , Admin., ESE teacher , 

Gen. Ed, Lakeview Therapist, RTI Team 

Meets bi weekly based on top 10% of ODR & teacher referrals 

 

Utilizes behavioral documentation given by district (Behavioral Interven-

tion Problem Solving Process- BIPSP) 

 

Utilizes data graphing tool for targeted behavior expectations 

 

Social Skills Curriculum (Elem & Mid) each week within small group with 

mental health counselor 

 

Implement Daily Check-in Check Out or Daily Data Collection and Self- 

Monitoring 

 

Reinforces Weekly or Daily for Expectations of Appropriate Behaviors 

 

Focusing on Function of Behavior 

 

Observation of students are gathered 

 

Student receives mentor services 

 

Targeted Behaviors are established 

 

Fidelity is established with 80% or higher for all implementation 

 

Trainings for staff : McKinney Vento(Homeless), Ruby Payne (Framework 

for Understanding Poverty), Tough Kids, Trauma Informed Care, Crisis 

Prevention Intervention (De-escalation Only), TIER II Training through 

FLPBS 
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Tier III – Individual Intervention with-

in General Education 
Team: Behavior  Specialist, PBS coach, Guidance Coun-

selor, Indiv. Teacher, Lakeview Therapist, Admin,  and 

Parent  

Team meets weekly with established list of students needing Tier III inter-

ventions  

 

Targeted behaviors are Established 

 

Functional Behavior Assessment (FBA) completed 

 

Positive Behavior Intervention Plan (BPIP)/ Individual Plan is created and 

implemented 

 

One on One Mental Health counseling 

 

Individualized Crisis Plan, Preventative Strategies, and Replacement Be-

haviors  

 

60-90 day timeline for evaluation and fidelity of 3:1  

 

Hourly/ transitional Data collection is documented for all Replacement Be-

haviors 

 

Daily Reinforcers are presented with given contingencies 

 

Intervention are delivered to a very small group 1:3 or students individually 

for behavioral needs 

 

Trainings for staff include: McKinney Vento(Homeless), Ruby Payne 

(Framework for Understanding Poverty), Tough Kids, Trauma Informed 

Care, Crisis Prevention Intervention (Full Course), RENEW program 

(Mid/High) , Reducing Restraint and Secured Seclusion, Social Skills 

Training, and PBS TIER III trainings for FBA, PBIP, and replacement 

behaviors.  
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The federal law of IDEA ‘04 requires the completion of a functional behavioral assessment FBA) and a behavior intervention 
plan (BIP) in instances where the child is removed from their  current placement due to behavior or in cases where a behavior 
manifestation determination review determines that a behavior is a function of a child’s disability. Best practice and Santa Rosa 
County policy dictates that staff utilize the functional behavioral assessment and behavioral intervention plan as preventative 
measures to deal with behavioral problems before they necessitate a change in placement.  
 
While there is some variability among students, any student with special needs who has accumulated more than 2 separate 
suspensions should have a FBA and BIP completed. The FBA/BIP process is intended to be preventive in nature and not func-
tion simply as a pre-requisite for placement in a more restrictive environment. It is intended to provide the educational team with 
a true and complete picture of a child's behavioral functioning 
in an environment utilizing proscribed methodologies. 
 
Functional behavioral assessment is an approach that incorporates a variety of techniques and strategies to diagnose the 
causes and to identify likely interventions intended to address problem behaviors. In other words, functional behavioral assess-
ment looks beyond the overt topography of the behavior, and focuses, instead, upon identifying biological, social, affective, and 
environmental factors that initiate, sustain, or end the behavior in question. This approach is important because it leads the 
observer beyond the "symptom" (the behavior) to the student’s underlying motivation to escape, "avoid," or "get" something 
(which is, to the functional analyst, the root of all behavior). Research and experience has demonstrated that behavior interven-
tion plans stemming from the knowledge of why a student misbehaves (i.e., based on a functional behavioral assessment) are 
extremely useful in addressing a wide range of problems. 
 
The functions of behavior are not usually considered inappropriate. Rather, it is the behavior itself that is judged appropriate or 
inappropriate. For example, getting high grades and acting-out may serve the same function (i.e., getting attention from adults), 
yet, the behaviors that lead to good grades are judged to be more appropriate than those that make up acting-out behavior. For 
example, if the IEP team determines through a functional behavioral assessment that a student is seeking attention by acting-
out, they can develop a plan to teach the student more appropriate ways to gain attention, thereby filling the student’s need for 
attention with an alternative behavior that serves the same function as the inappropriate behavior.  By incorporating functional 
behavioral assessment into the IEP process, the IEP team can gain the information needed to develop a plan or include strate-
gies in the IEP, and IEP team members can develop a plan that teaches and supports replacement behaviors, which serve the 
same function as the problem behavior, itself (e.g., teaching Maurice to calmly tell the teacher when he feels frustrated, and to 
ask for assistance when he finds a task too difficult to accomplish). At the same time, strategies may be developed to decrease 
or even eliminate opportunities for the student to engage in behavior that hinders positive academic results (e.g., making sure 
that Maurice’s assignments are at his instructional level). 

FUNCTIONAL BEHAVIORAL  

ASSESSMENTS 
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Steps to Conducting a Functional Behavioral Assessment 
 
1. Verify the Seriousness of the Problem 
 
Experience has shown that many classroom problems can be eliminated by consistently applying standard strategies of proven 
effectiveness. In an effort to address minor problems so they do not grow into larger ones, school personnel usually introduce 
one or more of these strategies before initiating a functional behavioral assessment. When it is clear the behavior manifested 
by a student cannot be resolved through standard means as well as in response to situations for which the law requires a func-
tional behavioral assessment and a behavioral intervention plan, then school personnel should consider initiating a FBA. 
 
2. Define the Problem Behavior 
 
Before determining the techniques to be used to conduct a functional behavioral assessment, the teacher and the IEP team 
should define the problem behavior in observable and measurable terms. If descriptions of behaviors are vague, such as 
“Susan has a poor attitude,” it will be difficult for the team to identify the function the behavior serves, decide on an appropriate 
intervention, or devise an appropriate way to evaluate its success. Later, after more information has been collected, the team 
can refine the definition of the behavior by including multiple examples of the behavior (e.g., Susan refuses teacher assistance, 
argues with the teacher, never offers to answer questions in class, never hands in homework). 
 
3. Collect Information on the Reasons Behind the Problem 
 
Once the IEP team has defined the problem behavior, team members can begin to observe the student and the school  
environment to determine the exact nature of the problem. The team generally collects information on the times, conditions, 
and individuals present when problem behavior is most versus least likely to occur; the events or conditions that typically occur 
before and after the behavior; and other relevant information regarding the problem behavior. The team might begin the as-
sessment process by conducting a series of classroom observations. An examination of these data may suggest times and 
settings in which to conduct further observations to document the variables that are most predictive of inappropriate student 
behavior. It also may be useful to observe situations in which the student performs successfully to compare conditions that 
evoke appropriate versus inappropriate behavior. For example, Jackie may perform successfully in science class but routinely 
disrupt the history class by calling out or teasing other students. Teams are always able to observe the events that precipitate 
student misbehavior.  
 
Depending on the behavior of concern, it is crucial that teams use indirect as well as direct means to identify the likely reasons 
behind the misbehavior. Indirect methods include a review of the student’s cumulative records, such as health, medical, and 
educational records, as well as structured interviews with teachers, other school personnel (e.g., bus driver,  cafeteria workers), 
or the student of concern. Gaining knowledge of the student’s strengths and preferences is also useful. Teachers know that 
events affecting a student outside the classroom may increase the likelihood of classroom problems. Both past and present 
events can increase the chance that the student will pose a challenge in the classroom. These "setting events" can range from 
a longstanding pattern of negative classroom interactions to a fight with another child at the bus stop.  
 
For these reasons, interviews conducted with the student and his or her parents or guardian can be an important source of 
information in understanding the function(s) of the misbehavior. In most cases, various persons collect multiple types of infor-
mation, since a single source will not produce accurate information—especially if the problem behavior serves various functions 
under  different circumstances. IEP teams have learned that since no two students misbehave for exactly the same reasons, no 
two functional assessments, are likely to produce the same kind or amount of information. 
 
4. Analyze Information Collected on the Problem Behavior 
Once the IEP team is satisfied that sufficient information has been collected, the next step is to determine what can be learned 
about the problem behavior and the context in which it occurs. Such an analysis helps the team to decide whether there are 
any specific patterns associated with the behavior. The team carefully reviews the information to look for any patterns of events 
that predict when and under what circumstances the behavior is most or least likely to occur, what is maintaining the behavior, 
and the likely function(s) of the behavior. Upon review, the team may conclude that Charles disrupts class by shouting and 
cursing whenever the teacher calls on him to read material he feels is too difficult. In this example, Charles’s behavior typically 
leads to his removal from class and the reading task. In collecting information on student behavior, teams understand that even 
an occasional event or unusual condition cannot be ruled out as a reason for the misbehavior. 
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5. Develop a Hypothesis About the Function of the Problem Behavior 
Next, the IEP team formulates a hypothesis statement, or “best guess,” regarding the likely function(s) of the problem behavior. 
The statement relates to what the student receives, avoids, or may be communicating with the misbehavior. The hypothesis 
can then be used to predict the social and/or academic environmental context under which the behavior is most likely to occur 
and the possible reason(s) why the student engages in the behavior. 
 
6. Verify the Hypothesis About the Function of the Problem Behavior 
Before proceeding with an intervention, it is usually a good idea to take time to modify various classroom conditions in an at-
tempt to verify the IEP team's assumptions regarding the likely function(s) of the behavior. For instance, the team may hypothe-
size that during class discussions, Maurice makes rude remarks or calls out to get the attention of classmates. Thus, the teach-
er arranges for peer tutoring for Maurice to get the attention he seeks for appropriate rather than inappropriate behavior. If this 
strategy produces a positive change in Maurice’s behavior, then the team can assume its hypothesis was correct and a behav-
ioral intervention plan can be fully implemented; however, if Maurice’s behavior is unchanged, then a new hypothesis needs to 
be formulated. In some instances, it may not be necessary or appropriate to manipulate classroom conditions to observe their 
effects on student behavior. For example, with severe acting-out behavior, the team should immediately implement an interven-
tion and evaluate its impact against any available assessment information. Based on that evaluation, the team should be ready 
to make any necessary adjustments in the plan. 

“Mike doesn’t listen. He’s a dreamer. He often looks 
sleepy. He seldom finishes class work, unless it is about a 
subject he likes. If Mike doesn’t want to do something, he 
simply won’t.” 
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Inventory of Behavior Functions 
The following table is adapted from Renée Fucilla at the Crisis Prevention Institute and conveys the relationship between a 
wide variety of behaviors and their possible underlying functions. The table covers behaviors from mild to severe and may be a 
good starting point for a team looking at analysis of a set of behaviors to determine their function. 

Function: The behavior may be communicating  
a need for:  

Outward Behaviors 

Social Needs: 
Independence, quiet time, sanctuary, individuals space, es-
cape from social pressure, sense of ownership, sense of con-
trol, predictability, positive reinforcement, attention, amuse-
ment, need for skill-building for social skills 

Outward Behaviors related to social needs: 
Refusal to share, selfishness, resistance to social norms, ina-
bility  to maintain joint attention, absence of gaze, lack of re-
sponse to  social cues, lack of social initiation, poor hygiene, 
unusual comments, inappropriate violation of others’ space, 
physical aggression toward peers, hyperactivity, self-focused 
communication, attention-seeking behaviors, wandering, impa-
tience, impulsive behaviors, inability to empathize, lack of 
interest in others, aggression or rejection of people (especially 
strangers) 
 

Sensory Needs: 
Internal and external sensory stimulus, olfactory, auditory, 
tactile, visual senses, hypersensitivity to sensory stimulus, oral 
fixations, escape from sensory overload, sensitivity to proximi-
ty and touch, need for deep pressure, need for energy 

Outward Behaviors related to sensory needs: 
Self-stimulating behaviors, pica, running, tantrums, biting, self-
injurious behaviors, hair playing, chewing, throwing/playing 
with food, playing with feces, vocalizations, eating non-edibles, 
strong food preferences, covering ears, banging head, slap-
ping/ pounding head, seeking restraint 
 

Communication Needs: 
Visual communication, clear/simple communication, desire to 
communicate need to others 

Outward Behaviors related to communication needs: 
Confusion, task avoidance, physical aggression, literal inter-
pretation of directives, hesitancy to initiate communication, 
repetitive  verbalizations, vocalizations, seems like doesn’t 
show emotion, absence of body language 
 

Consistency Needs: 
Need for sameness and predictability in routines 

Outward Behaviors related to consistency needs: 
Resistance to change, fixations, patterned behaviors, fixed 
interests, stubborn behavior, tantrums, non-compliance, confu-
sion 

Receptive Needs: 
Clear explanations, visual or augmentative communication 

Outward Behaviors related to receptive needs: 
Difficulty answering questions, unresponsive to reprimands or 
consequences, confusion, seems withdrawn, echoing, repeti-
tive vs. responsive, defiance, refusal to participate, avoidance, 
slow cognition, lack of feedback, response, seems lazy or 
unmotivated 

Cognitive Needs:  
Prompting, visual or augmentative communication, individual-
ized attention, clarification of tasks, comforting activities, work  
reflective of ability level 

Outward Behaviors related to cognitive needs: 
Wait for prompts, overly dependent on others, doesn't always 
see cause and effect (repeats behavior despite negative con-
sequences), doesn’t understand punishment, generalization or 
transfer issues (skills learned in one setting do not appear in 
other settings), reluctant to initiate conversation, more focused 
on details than big picture, lack of organizational skills, preoc-
cupation with the “small things”  
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Functional Alternatives to Inappropriate Behaviors 
The following chart provides teachers with resources to identify positive alternatives that can be taught to fulfill the function of 
negative behaviors. Many of these alternatives are geared towards children whose cognitive abilities may not make them ideal 
candidates for our more traditional behavioral management and cognitive behavioral approaches. 

FUNCTION OF BEHAVIOR FUNCTIONAL ALTERNATIVES 

Social Function 
 
Resources: Social Stories (Gray & Garand, 1993), play 

therapy (Sigafoos & Littlewood, 1999), video modeling 

(LeBlanc, 2003), Joint-Attention training (Walen, 2003), 

social games http://www.do2Iearn.com 

 

Sensory Function 
 
Resources: http://www.do2Iearn.com 

 

Communicative Function 
 
Resources: PECS www.pyramidproducts.com Behavior 

Chain Interruption Strategy (Goetz, Gee & Sailor, 

1985),(Mancina, 2000), http://www.teacch.com, http://

www.autismsociety-nc.org/, http:/www.tasksgalore.com 

 

Consistency Needs 
Resources: PECS www.pyramidproducts.com Categori-

zation strategy training (Bock, 1999), http:// 

www.teacch.com, http://www.autismsociety-nc.org 

 

Receptive Needs 
 
Resources: Dalrymple (1980) Helping People with Au-

tism Manage their Behavior, http://ww.tasksgalore.com/ 

curriculum & assessment materials 

 

Cognitive Needs 
 
Resources: Dalrymple (1987) Helping People with Au-

tism Manage their Behavior, http://www.teacch.com/

andPEC www.pyramidproducts.com 

 

Providing sanctuary, tents, sleeping bags, private work 

areas, opportunities for breaks, organized activity 

schedules, a safe place to escape, personal space during 

social activities, and personalized work materials/toys. 

Providing opportunities for clients to give input during 

schedule-making, better ways to understand schedules, 

appealing to personal interests, practicing turn-taking 

and other social norms, positive reinforcement, individu-

alized attention, short duration for activities, games/

practice in understanding emotions and needs of others, 

gradual introduction of new people 

 

Providing hand toys, sensory games, sensory outlets, 

texture bags, weighted vests, swinging, dancing, chew 

rings, scented lotions, aromatherapy, music therapy, 

physical exercise, relaxation strategies, safe places to 

expend physical energy, headphones 

Use of visual and experimental learning methods, sim-

plified communication, augmentative communication 

Picture Exchange Communication system (PECS), vocal 

output assistive devices, sound boards, visual prompts, 

help expressing emotions and feelings through 

 cards, games, pictures, validating strengths and inter-

ests, encouraging use of words, positive reinforcement 

self-management procedures  

 

Providing visual schedules, structured time, structured 

predictable learning/home environments, repetitive 

activities, clear project areas, gradual changes, role play-

ing new routines, using fixations to motivate (re., com-

puters, dinosaurs, titanic) 

 

Provide uncomplicated, doable tasks, allow time, don't 

force responses, reinforce communication with 

pictures, patience, repetition, active engagement 

 

Providing visual and experiential learning methods, fre-

quent activity changes, regular breaks, method to 

request breaks, use of timers to clarify duration of tasks, 

teach rules, limits, and boundaries in advance, give ade-

quate information in advance, immediate results and 

rewards without delay 
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 Upon completion of a functional behavioral assessment, the educational team may determine and  utilize the infor-
mation to develop a positive behavior intervention plan. This plan is considered part of the student’s Individualized Education 
Plan. ITherefore, it is important that Santa Rosa County staff utilize the forms found on the ESE Santa Rosa County S4 pro-
gram and follow the process  outlined below. Questions regarding behavioral intervention plans should be directed to your Dis-
trict Behavioral Staff at the Berryhill Administrative Complex (850)983-5150. 
 
1. Develop and Implement a Behavioral Intervention Plan 
After collecting enough information to identify the function(s) of the student behavior, the IEP team must develop or revise a 
behavioral intervention plan. The plan should include positive strategies, program modifications, and the supplementary aids 
and supports required to address the behavior, as well as any staff supports or training that may be needed. Many teams de-
velop an intervention plan that includes one or more of the following strategies or procedures: 
 
  1) Teach the student more acceptable behavior that serves the same function as the inappropriate behavior (e.g., 
ways to get peer attention through positive social initiations). 
 
 2) Modify the classroom setting events (e.g., physical arrangements of the classroom, management strategies, seat-
ing arrangements). 
 
 3) Modify the antecedent events (e.g., teacher instruction) and/or consequent events (e.g., precise praise, verbal/
nonverbal feedback). 
 
 4)  Modify the consequent events (e.g., precise praise, verbal and nonverbal feedback). 
 
 5) Modify aspects of the curriculum and/or the instruction (e.g., multilevel instruction). 
 
 6) Introduce a reinforcement-based intervention (e.g., student contract). 
 
For the majority of problem situations, there is more than one solution that can result in a positive outcome. Generally, a behav-
ioral intervention plan includes steps to accomplish the following: 
 
 1) Deal with any recurrent episodes of the problem behavior. 
 2) Teach the student appropriate ways to get what he or she wants. 
 3) Ensure frequent opportunities for the student to engage in and be reinforced for demonstrating acceptable  
      behavior. 
 
 In developing behavioral intervention plans, IEP teams should take into account gender, ethnic, cultural, and linguistic 
differences among students. Most authorities agree that it is usually ineffective and often unethical to use punishment as the 
only means of addressing student misconduct. With functional assessment, the emphasis is on teaching students new skills 
with which to become more effective and efficient learners. The success of an intervention plan rests on the student’s engaging 
in the appropriate behavior without continued external support. Accordingly, teams may need to incorporate strategies to pro-
mote the maintenance, durability, and longevity of appropriate student behavior. One strategy is to structure positive peer inter-
actions; another is to instruct the student to use self-talk, self-cueing, or self- reinforcement. In some cases, supplemental aids 
and supports may be necessary to help the student to maintain the appropriate behavior. 

POSITIVE BEHAVIOR 

INTERVENTION PLANS 
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For example, the student may need to work with classmates to satisfy a need for peer attention in appropriate ways. Supports 
may also include curricular modifications to decrease a student’s avoidance of academic situations or instruction to increase 
the student’s verbal skills and ability to respond appropriately to stressful situations. 
 
2. Evaluate Fidelity in Implementing the Plan 
It is good practice for the IEP team to monitor the accuracy and consistency with which the intervention plan is implemented. 
To do so, the team might spell out the various components of the intervention plan, along with the individual(s) responsible for 
its implementation. Then, a checklist of steps or a script a step-by-step description of the intervention and its application, can 
be developed for each person responsible for implementing the plan 
 

3. Evaluate the Effectiveness of the Intervention Plan 

A second evaluation procedure should be developed to evaluate changes in the behavior itself. Initial or baseline information 
can serve as a standard against which to judge any changes in behavior. Evaluating the effects of the intervention will yield 
data upon which the team can judge future changes in the intervention plan. Subsequent review of the data or student behavior 

can help to determine the effects of the intervention across time. 
 
4. Modify the Intervention Plan 
IDEA states that a behavioral intervention plan must be reviewed and revised whenever the IEP team feels that an adjustment 
is necessary. 
The circumstances that may warrant such a review include the following: 
  1) The student no longer exhibits problems in behavior, and the team terminates the plan. 
  2) The situation has changed, and the plan no longer addresses the student’s needs. 
  3) The IEP team determines during a manifestation determination review that the behavior intervention       strat-
egies are inconsistent with the student’s IEP or placement. 
 4) The original plan is not producing positive changes in the student’s behavior. 
 
In the end, the process of functional behavioral assessment is not complete until we see meaningful changes in student behav-
ior. 
 
Summary and Conclusion 
 By following the steps involved in conducting a functional behavioral assessment, IEP teams can devise behavioral 
intervention plans and provide academic and behavioral supports to teach students how to achieve better results in school. The 
actual composition of the team responsible for conducting the functional behavioral assessment may vary from school to school 
and according to the severity of the problem behavior. With in-service training, experience, and technical support, IEP teams 
can successfully conduct functional behavioral assessments and develop sound behavioral intervention plans to address a 
range of problem behaviors. As mentioned earlier, most student behavior problems reflect errors in learning or skill deficits that 
can be remediated through quality programs of instruction.  
 The Santa Rosa County School District in conjunction with the Florida Department of Education fully supports a posi-
tive approach to addressing the disciplinary provisions of IDEA and its implementing regulations. Behavioral supports should be 
identified and developed in response to minor episodes of student misconduct to prevent their escalation into more serious 
behavior problems. Research and experience substantiate that incorporating 
functional behavioral assessment into a larger organizational framework of 
proactive school-wide and classroom-level academic and behavioral  
supports will make Santa Rosa County schools safer and more effective l 
earning environments for all students. For that reason, Santa Rosa County 
is committed to increasing the capacity of all schools to implement functional 
behavioral assessment and positive behavioral intervention plans and  
supports. 
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 The self-contained behavioral support programs are within Santa Rosa County’s  continuum of services for students 
who require a separate classroom to benefit from educational programs provided in Santa Rosa County. The self-contained 
behavioral support classrooms are located within school settings around the county and also administrative properties and 
serve students at each level: elementary school, middle school, and high school. This design allows for consistency across 
grade levels and aids in providing ongoing support to students. The Programs are student-centered and based on each stu-
dent’s individual needs. These classrooms provide structured learning environments that focus on behavioral, academic, social, 
and adaptive needs of the student. Each student receives specialized instruction that is data driven. Programming for each 
student is individualized based on the goals and objectives set forth in the student’s Individualized Education Plan (IEP) and 
their Behavior Intervention Plan (BIP). Since the program is individualized and data driven, there is no set length of time for 
student participation. However, there are guidelines for student entry into the program, progression through the program and 
program exit. These guidelines are based upon student achievement of behavioral goals. 
 
 Santa Rosa County maintains consistency across programs and engages in research based behavioral intervention 
by utilizing a cognitive behavioral management system that is designed to progress students through a tiered level system with 
a concurrent point system. Above and beyond the tiered level system, classroom personnel must plan, organize, and imple-
ment a system designed to provide support and control to effectively meet the needs of all students. The following elements are 

required to effectively manage the classroom environ-
ment for all students: 
 
 
 

 

Classroom organization and management support  
student behavior change. 
· There are predictable class routines. 
· Transitions are planned and conducted effectively and efficiently. 
· Student work samples are displayed in the class. 
· Visual cues for practice of procedures are displayed in the room 
· A system is in place for making and communicating assignments. 
· Seating is arranged to optimize proximity control. 
· The room is arranged to provide teachers and students clear lines 
of sight. 

Resources are adequate and appropriate personnel to 
meet the instructional, behavioral, and emotional needs 
the students. 
· Classes will utilize a 3:1 ratio or very small group. 
· A variety of materials representing a range of ability levels will be used to 
support the diverse learning needs of 
students. 
· Students participating in the program with have consultative services with 
behavior specialist(s) for behavioral reviews.   

Curriculum, Behavior, Social, Academic Classroom (CBSA) 

High Functioning Autism Access Classroom (ASDHF) 

Behavioral Focus Classrooms (BFC) 

INTENSIVE ESE SERVICES 

http://www.google.com/imgres?q=small+groups&um=1&hl=en&safe=active&biw=1024&bih=546&tbm=isch&tbnid=RFnSwxR2C8aIKM:&imgrefurl=http://www.lumunos.org/Lumunos_Tools___Resources/Lumunos_Small_Groups.htm&docid=w0IKVh7O8fwnJM&imgurl=http://www.lumunos.org/Assets/Lu
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Physical space/layout is used intentionally to support  
students’ learning and social/sensory/emotional/behavioral 
needs. 

· Physical space that is free of distracting stimuli is readily available. 
· Students have multi-sensory approaches to complete tasks appropriately  

 Scheduling is done intentionally to support students’ 
learning and emotional/behavioral needs. 
· Daily and class schedules are arranged to structure success for the 
student. 
· Schedules are arranged to avoid problematic times and  
locations. 

Communication systems are in place to support the student. 
· There is a designated service coordinator that will serve as the primary point of contact for the student. 
· Effective communication systems exist between special and general education staff to support the student. 
· Effective communication systems exist between special education staff and parent to support the student. 
· Effective communication systems exist with other agencies to support the student. 

A systematic plan for behavior management which includes classroom management, individual management, expecta-
tions and procedures, and crisis management systems are in place to assist students in obtaining and maintaining prereq-
uisite behaviors for learning and to assume increasing responsibility for his/her own behavior. The focus is on collecting 
and analyzing data to make decisions regarding the student’s behavior plan. 

Systems for classroom management facilitate  
appropriate behaviors. 
· Rules and expectations are taught explicitly. 
· Rules and expectations are stated positively. 
· Classroom management plans reflect the need for individualization 
among a diverse population. 
· Continuous and ongoing data is collected and analyzed to provide 
teachers with information needed to measure progress and make 
adjustments in the student’s behavior plan 

Procedures and routines are utilized to assist students in 
meeting expectations. 
· There is a system of rewards for desired behavior. 
· There are options for reinforcement. 
· Goals are realistically attainable. 
· The consequences for students’ behavior choices are clearly stated.   
Consequences are consistently applied. 
· Consequences are logical and based on the severity of  behavior. 

Management systems are developed for atypical and crisis situa-
tions. 
· Management procedures are designed for atypical situations. 
· Personnel involved in atypical management procedures are properly trained and 
their roles defined. 
· All staff are trained in the use of CPI. District  behavior staff, schools, and parents 
work diligently together to ensure  safety for student 
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There is a system for individual behavior  
management to facilitate appropriate behavior.  
The system aligns with the students positive behav-
ioral intervention plan (PBIP). 
· Systematic means are available to address problem behav-

iors that are individual to the student. 

· Students help set their own behavior goals. 

· Students are involved in monitoring their own behavior. 

· The teacher modifies ineffective individual behavior plans to 

structure for success. 

Effective strategies and interventions are taught to  
assist the student in learning and practicing more  
appropriate behaviors. 
· The teacher uses prompts and cues to redirect student be-

havior. 

· The teacher uses evidence based strategies to provide stu-

dents with the skills needed to change behavior. 

· Problem-solving and critical thinking strategies are taught 

to encourage responsibility. 

· Replacement behaviors that serve the same function as the  

An academic system is in place to utilize curriculum and instruction that is appropriate to meet the needs of the students. This 
is a crucial piece of behavioral management that must be addressed in each program. 

A comprehensive academic curriculum is available for the  
student.  
· Teaching essential/critical skills in reading, math, language arts, and  
communication (writing) is evidenced. 
· Collaboration with content teachers is necessary to ensure the appropriate  
alignment of instruction ·  
· Application to information and skills to post-school environments is intentionally 
taught 

Accommodations and modifications to the regular curriculum are 
provided as needed. 
· Data driven accommodations and modifications are provided in daily in-

struction. 

· Accommodations and modifications are measured to ensure they are  

appropriate to meet the student’s needs. 

Effective instruction is provided. 
· Instruction is delivered in a manner that increases student success. 

· Instructional strategies are used to decrease students’ frustration level 

and help students achieve maximum success. 

· Instructional strategies are used to increase students’ motivation level 

and help students achieve maximum success. 

· Ongoing assessment is utilized to make instructional decisions. 
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INTENSIVE 

CBSA (Communication,  

Behavior, Social, and  

Academic) Self Contained CLASSROOM   
Team: Behavior Specialist, Communication Specialist, SLP, 

Occupational and Physical Therapist (if appropriate)ESE 

Teacher, Indiv. Teacher, LEA, and Parent 

 
IEP will establish needed interventions through ESE supports for student to pro-

gress on all IEP goals and objectives  

 

Target behaviors are observed and replacement behaviors are established 

 

Behavior Intervention/ Crisis Plan (if needed) based on Functional Behavioral As-

sessment 

 

Students will be in a very small group to ensure safety  

 

Daily Academic, Social, Communication, and Behavioral Data documentation is 

recorded within student’s Red Success Notebooks for progress monitoring.  

 

All personnel will be trained in Crisis Prevention (CPI).  

 

Collaboration with ESE teacher, SLP, Occupational Therapist, and Behavior Spe-

cialist to support student needs.  

 

Interventions are delivered to a very small group 1:3 or students individually for 

behavioral needs 

 

Community Based Instruction/ Peer Mentoring 

 

Social Skills is infused throughout the school day  

 
For more information please visit:  
https://www.santarosa.k12.fl.us/ese/default.htm 
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 Autism Spectrum Disorder  

Florida Alternate Assessment  

Self Contained CLASSROOM   
Team: Behavior Specialist, Communication Specialist, SLP, 

Occupational and Physical Therapist (if appropriate)ESE 

Teacher, Indiv. Teacher, LEA, and Parent 

IEP will establish needed interventions through ESE supports for student to pro-

gress on all IEP goals and objectives  

 

Target behaviors are observed and replacement behaviors are established 

 

Behavior Intervention/ Crisis Plan (if needed) based on Functional Behavioral As-

sessment 

 

Students will be in a very small group to ensure safety  

 

Daily Academic, Social, Communication, and Behavioral Data documentation is 

recorded within student’s Red Success Notebooks for progress monitoring.  

 

All personnel will be trained in Crisis Prevention (CPI). Empathy training offered 

for staff of the school for  

 

Intensive Social Skills Training/Group infused throughout the day 

 

Multi-sensory approach for the student’s academic, behavioral, communication, 

and social needs 

 

Collaboration with General Education, SLP, Occupational Therapist, and Behav-

ior Specialist to support student needs.  

 

Interventions are delivered to a very small group 1:3 or students individually for 

behavioral needs 
 

For more information please visit:  
https://www.santarosa.k12.fl.us/ese/default.htm 
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(BFC) Behavioral Focus  CLASSROOM 

Self-Contained 
Team: Behavior Specialist, Program Facilitator for Behavior, 

SLP, Occupational and Physical Therapist (if appropriate)ESE 

Teacher, Guidance Counselor, Indiv. Teacher, Mental Health 

Counselor, LEA, and Parent 

IEP will establish needed interventions through ESE supports for student to pro-

gress on all IEP goals and objectives  

 

Required Trainings: Crisis Prevention Intervention (CPI), Data Collections, Func-

tional Behavior Assessments, Implementing a Behavior Plan, and Tough Kids 

 

Classroom will be based on a Level System with Targeted Behaviors and Percent-

ages for Reinforcer Schedule.  

 

Daily Social Skills, Coping, and Empathy Training for Students 

 

Functional Behavior Assessment completed 

 

Behavior Intervention Plan/ Individual Plan is created and implemented 

 

One on One Mental Health counseling/School Overlay Services 

 

Individualized Crisis Plan, Preventative Strategies, and Replacement Behaviors  

 

20/30 minute  Data collection is documented for all Replacement Behaviors 

 

Interventions are delivered to a very small group 1:3 or students individually for 

behavioral needs 

 

Behavior Intervention Plan updated and reviewed quarterly.  
 

For more information and Handbooks please visit:  
https://www.santarosa.k12.fl.us/ese/default.htm 
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The following criteria apply for entrance into the Self-contained  
Behavior Focus Classrooms 

 

Entrance Criteria: 
I. Chronic history of behavioral difficulties as measured by: 
 a. Separate incidences of removal which accumulate to more then 10 school days in a given school year with  
 Manifestation Hearing 
 b. Unsuccessful BIP implementation w/ documentation of multiple appropriate revisions 
 c. Intensive direct behavioral support 
 d. Multiple behavioral measures administered with the support of the school psychologist/ behavior specialist     
 (parental permission required) 
 
II. Extreme threat to person (self or others) as indicated by: 
 a. Physical altercation – multiple altercations, over a prolonged period of time or a single incident provided it meets 
 the criteria for seriously bodily injury per Florida Code 
 b. Completed threat assessment by school psychologist that denotes an elevated level of threat to self or others 
 c. Pervasive psychiatrically associated behaviors that prohibit success in inclusive or resource setting 
 
III. Case specific referral: 
 a. Administrative consultation with Program Facilitator of Behavior and Director of Exceptional Student Education 
 

Documentation Criteria 
I. Chronic history of behavioral difficulties as measured by: 
 a. Discipline record 
 b. Completed Functional Behavior Assessment and Behavior Intervention Plan 
 c. Record of implementation of FBA/BIP 
 d. Behavioral assessment 
 e. indication on IEP and Matrix of level of concern 
 f. Manifestation Determination 
 
II. Extreme threat to person (self or others) as indicated by: 
 a. Discipline record 
 b. Police report 
 c. Threat assessment 
 d. Psychiatric diagnosis and treatment plan 
 e. utilized interventions and mental health counseling.  
 
III. Case specific referral: 
 A. Admission transfer form signed by Program Facilitator of Behavior and Director of Exceptional Student Education 
 

Admissions procedure 
A student must meet at least two out of the three entrance criteria I, II or III as denoted above. Proof of eligibility may be docu-
mented using any of the noted documentation for the corresponding criteria. An Individualized Education Plan meeting must be 
held to determine placement. 
Invitees to that meeting must include: 

 ESE Case Manager and General Education Teacher 

 Building administrator (or designee) of current placement  

 Building administrator (or designee) of self-contained behavior support class placement 

 Program Facilitator of Behavior or District Behavior Personnel 

 School Psychologist 

  Parent of student 
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The Santa Rosa County Schools utilizes a comprehensive non-violent crisis intervention program as part of our  
district-wide approach to behavioral management within our school system. Nonviolent Crisis Intervention is a highly 
structured training program administered by the Crisis Prevention Institute (www.crisisprevention.com). CPI training is 
recognized  internationally as a noninvasive and respectful approach to dealing with disruptive and assaultive behaviors 
in a variety of  settings. CPI techniques and strategies are implemented in a variety of placements including public and 
private schools,  residential facilities, and health care facilities. Since the CPI training module was developed in 1980, 
more than 5 million  professionals have been completed the program.   

        CPI is based upon the foundation of providing “care”, 
“welfare”, “safety”, and “security” for all individuals who are in-
volved in a crisis situation. While CPI training is sometimes re-
ferred to as “self defense” or “restraint” training, the vast majority of 
the training experience focuses upon proactive, research based 
strategies  
designed to prevent physical and verbal confrontation. Participants 
are taught to both recognize the signs of anxiety and distress and 
to react appropriately to those signs so that difficult situations can 
be avoided. A significant portion of the training is designed to pro-
vide post-crisis intervention by utilizing strategies aimed at helping 
all parties involved in a crisis situation compensate and cope with 

     Santa Rosa County has a team of CPI endorsed trainers who lead a twelve hour training module 
for those staff members who work with students who are either verbally or physically aggressive with their peers or 
school staff members. Training is school, disability, and often student specific so that school division staff members 
can feel confident in working safely and appropriately with their students and their individual needs. Initial and 
“refresher” CPI training occurs both during the spring and summer professional development cycle and can be provid-
ed as necessary to schools throughout the school year. Santa Rosa County CPI training consistently focuses upon 
maintaining the care, welfare, safety, and security of both our students and our staff members. 

The course also trains all staff members on the secured seclusion and restraint law for the state of Florida. The Florida 
Department of Education (FLDOE) reviewed existing requirements of the Individuals with Disabilities Education Act, the Re-
habilitation Act of 1973, as amended, the Americans with Disabilities Act, in relation to secured seclusion and restraint for 
Section 504 students and Exceptional students.  

In summary, our review finds that the Section 1003.573, F.S., Use of seclusion and restraint on students with disabili-
ties, prohibits mechanical and physical restraint that restricts a student from breathing. Additionally, school personnel are 
prohibited from closing, locking, or physically blocking a student in a room that is unlit and does not meet the rules of the 
State Fire Marshal for seclusion time-out rooms as described in Rule 69A-58.0084, Florida Administrative Code. 
        Schools are required to notify a parent or guardian each time manual physical restraint or seclusion is used. This notifi-
cation must be in writing and provided before the end of the school day in which the restraint or seclusion occurs. In addition, 
reasonable efforts must be taken to notify the parent or guardian by telephone or computer e-mail or both. The school must 
obtain and keep in its records the parent or guardian’s signed acknowledgment of notification. 
         Schools are required to provide the parent or guardian with a completed incident report in writing by mail within 3 
school days after the event. This incident report must be prepared within 24 hours after a student is released from restraint or 
seclusion. If the student’s release from an incident of restraint or seclusion occurs on a day before the school closes for the 
weekend, a holiday, or another reason, the incident report must be completed by the end of the day that school reopens. The 
school shall obtain and keep in its records the parent or guardian’s signed acknowledgment that the incident report was re-
ceived. All procedures for Santa Rosa County District can be found: http://www.santarosa.k12.fl.us/ese2/P2_Resources1/
Resources1_Home.html  

DISTRICT– WIDE BEHAVIOR 

TRAINING 

http://www.santarosa.k12.fl.us/ese2/P2_Resources1/Resources1_Home.html
http://www.santarosa.k12.fl.us/ese2/P2_Resources1/Resources1_Home.html
http://www.santarosa.k12.fl.us/ese2/P2_Resources1/Resources1_Home.html
http://www.santarosa.k12.fl.us/ese2/P2_Resources1/Resources1_Home.html
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3 Part Plan for: CBSA 

Program Facilitator: Celeste Rivenbark and Kelly Dempsey 
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3 Part Plan for: ASDHF 
Program Facilitator: Celeste Rivenbark and Laura Brumfield 
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3 Part Plan for Behavior Focus Classroom  
Program Facilitator: Nancy Virgilio and Karen Burch 
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BEHAVIOR RESOURCES  
 

Evidence-based Practices in Education 
 

Center for Effective Collaboration and Practice 

http://cecp.air.org 

The Center for Effective Collaboration and Practice supports and promotes a reoriented 

national preparedness to foster the development and the adjustment of children with or 

at risk of developing serious emotional disturbance through the production, exchange, 

and use of knowledge about effective practices. 

 

Collaborative for Social, Emotional, and Academic Learning (CASEL)  

http://www.casel.org  

CASEL provides resources to help make evidence-based social and emotional learning 

an integral part of education from preschool through high school. 

 

Committee for Children 

http://www.cfchildren.org/ 

This website provides social and academic resources, including Second Step and Bully-

ing Prevention programs. 

 

Institute of Education Sciences (IES) 

http://ies.ed.gov/ 

IES’ mission is to provide rigorous and relevant evidence on which to ground education 

practice and policy and share this information broadly. 

 

John Hopkins University, Center for Social Organization of Schools 

http://www.jhucsos.com/ 

The center conducts programmatic research to improve the education system, develops 

curricula and provides technical assistance to help schools use the center's research 

 
What Works Clearinghouse 

http://ies.ed.gov/ncee/wwc/findwhatworks.aspx 

 The IES What Works Clearinghouse is a database of interventions across a variety of  

domains that have met or exceeded rigorous standards to be considered evidence-based. 

http://cecp.air.org/
http://www.casel.org/
http://www.cfchildren.org/
http://ies.ed.gov/
http://www.jhucsos.com/
http://ies.ed.gov/ncee/wwc/findwhatworks.aspx
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Multi-Tiered Systems of Support 
 

White paper on MTSS for behavior:  

http://flpbs.fmhi.usf.edu/pdfs/RTIB%20Guide%20101811_final.pdf 

 

Florida Response to Intervention resources:  http://www.florida-rti.org/ 

This website provides a central, comprehensive location for Florida-specific information 

and resources that promote system-wide practices to ensure highest possible student 

achievement in both academic and behavioral pursuits, including: 

Guiding Tools for Instructional PS: http://www.florida-rti.org/_docs/GTIPS.pdf 

Parent video on MTSS: http://www.florida-rti.org/parentResources/videos.htm 

Further parent-focused resources that districts can use: http://www.florida-rti.org/

parentResources/floridaTools.htm 

MTSS common language/understanding document: http://www.florida-rti.org/

educatorResources/MTSS_Book_ImplComp_012612.pdf 

MTSS Myths and Truths: http://www.florida-rti.org/parentResources/myths/

index.htm 

FDOE's MTSS model: http://www.florida-rti.org/floridaMTSS/mtf.htm 

 

RTIB Database: http://www.flrtib.org/ 

The RtI:B Database was designed for the sole purpose of supporting effective school 

and district level problem solving. Created by the group that developed Florida’s model 

of MTSS for behavior, the database allows users to analyze systems-level and individual 

issues at Tier 1, Tier 2, and Tier 3. 

 

RTI Action Network 

http://www.rtinetwork.org/ 

The RTI Action Network offers information and resources related to the implementa-

tion of Response to Intervention (RTI) in school districts, in an effort to guide educators 

and families in the large-scale implementation of RTI. 

 

RtI Online training course: http://www.florida-rti.org/introCourse/ 

http://www.floridarti.usf.edu/resources/topic/building_capacity/index.html 

 

 

 

 

 

 

http://flpbs.fmhi.usf.edu/pdfs/RTIB%20Guide%20101811_final.pdf
http://www.florida-rti.org/
http://www.florida-rti.org/_docs/GTIPS.pdf
http://www.florida-rti.org/parentResources/videos.htm
http://www.florida-rti.org/parentResources/floridaTools.htm
http://www.florida-rti.org/parentResources/floridaTools.htm
http://www.florida-rti.org/educatorResources/MTSS_Book_ImplComp_012612.pdf
http://www.florida-rti.org/educatorResources/MTSS_Book_ImplComp_012612.pdf
http://www.florida-rti.org/parentResources/myths/index.htm
http://www.florida-rti.org/parentResources/myths/index.htm
http://www.florida-rti.org/floridaMTSS/mtf.htm
http://www.flrtib.org/
http://www.rtinetwork.org/
http://www.florida-rti.org/introCourse
http://www.floridarti.usf.edu/resources/topic/building_capacity/index.html
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Behavior Intervention 
 

Intervention Central 

http://www.interventioncentral.org/ 

This website provides teachers, schools and districts with free resources to help strug-

gling learners and implement Response to Intervention and attain the Common Core 

State Standards. 

 

 

Safe and Responsive Schools Project 

www.indiana.edu/~safeschl 

The Safe and Responsive Schools Framework is an approach to improving the behavior 

of students at school, and to preventing school violence. 

 

University of Connecticut Center for Behavioral Education and Research 

http://www.cber.uconn.edu/ 

The purpose of CBER is to conduct and disseminate rigorous research that improves 

educational and social outcomes for all children and youth in schools.  

 

 

Positive Intervention Behavior Support  
 

APBS  

http://www.apbs.org/index.html 

APBS is an international organization dedicated to promoting research-based strategies 

that combine applied behavior analysis and biomedical science with person-centered 

values and systems change to increase quality of life and decrease problem behaviors. 

 

Florida Positive Behavior Support Project 

http://flpbs.fmhi.usf.edu/ 

Florida’s PBS hub, whose purpose is to increase the capacity of Florida's school districts 

to address problem behaviors using Positive Behavior Support. 

OSEP Center on Positive Behavioral Interventions and Supports (PBIS)  

 

http://www.pbis.org/  

The TA Center on Positive Behavioral Interventions and Supports has been established 

by the Office of Special Education Programs, US Department of Education to give 

schools capacity-building information and technical assistance for identifying, adapting, 

and sustaining effective school-wide disciplinary practices. 

 

 

http://www.interventioncentral.org/
http://www.indiana.edu/%7Esafeschl
http://www.cber.uconn.edu/
http://www.apbs.org/index.html
http://flpbs.fmhi.usf.edu/
http://www.pbis.org/english/default.htm
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Progress Monitoring  
 

AIMSweb 

http://www.aimsweb.com/ 

 This website provides a complete web-based solution for universal screening, progress  

monitoring, and data management for Grades K-12. 

 

DIBELS Data System 

http://ctl.uoregon.edu/resources/web_dds 

The DIBELS Data System is used to enter student performance results and create pow-

erful reports at the student, class, school, and district level for timely decision making 

and improved student outcomes. 

 

 

Direct Behavior Ratings 

http://www.directbehaviorratings.com/cms/ 

This website provides information on the use of direct behavior ratings for assessment, 

communication, and intervention. 

 

Implementation Research: A Synthesis of the Literature 

http://ctndisseminationlibrary.org/PDF/nirnmonograph.pdf 

This monograph summarizes findings from the review of the research literature on im-

plementation of practices and programs 

 

National Center of Educational Outcomes 

http://www.cehd.umn.edu/NCEO/ 

The National Center on Educational Outcomes (NCEO) provides national leadership in 

designing and building educational assessments and accountability systems that appro-

priately monitor educational results for all students, including students with disabilities 

and English Language Learners (ELLs).  

 

Research Institute on Progress Monitoring 

http://www.progressmonitoring.org/ 

The Office of Special Education Programs (OSEP) funded the Research Institute on 

Progress Monitoring (RIPM) to develop a system of progress monitoring to evaluate 

effects of individualized instruction on access to and progress within the general educa-

tion curriculum. 

 

 

 

http://www.aimsweb.com/
http://ctl.uoregon.edu/resources/web_dds
http://www.directbehaviorratings.com/cms/
http://ctndisseminationlibrary.org/PDF/nirnmonograph.pdf
http://www.cehd.umn.edu/NCEO/
http://www.progressmonitoring.org/
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Addressing Disproportionality and Inclusion 
 

Equity Alliance: http://www.equityallianceatasu.org/ 

Equity Alliance is devoted to research and school reform efforts that promote equity, 

access, participation and outcomes for all students.  

 

National Professional Development Center on Autism Spectrum Disorders 

http://autismpdc.fpg.unc.edu/content/functional-behavior-assessment  

The National Professional Development Center on Autism Spectrum Disorders is a mul-

ti-university center to promote the use of evidence-based practice for children and ado-

lescents with autism spectrum disorders. 

 

National Center for Cultural Competence (NCCC)  

http://www11.georgetown.edu/research/gucchd/nccc/ 

NCCC provides national leadership and contributes to the body of knowledge on cultur-

al and linguistic competency within systems and organizations. 

 

National Center for Culturally Responsive Educational Systems (NCCRESt)  

http://www.nccrest.org/index.html 

This program provides technical assistance and professional development to close the achieve-

ment gap between students from culturally and linguistically diverse backgrounds and their 

peers, to reduce inappropriate referrals to special education  
 

Family and Community Engagement 
 

Institute of Community Integration 

http://ici.umn.edu/ 

The ICI seeks to improve policies and practices, through collaborative research, train-

ing, and information sharing, to ensure that all children, youth, and adults with disabili-

ties are valued by, and contribute to, their communities of choice. 

 

National Coalition for Parent Involvement in Education 

www.ncpie.org 

 This website provides resources and information to help foster collaboration between  

families and schools. 

 

Promising Practices Network 

http://www.promisingpractices.net/ 

 This networks provides research-based information on what works to improve the lives 

of children and families 

 

University of Nebraska Lincoln, Nebraska Center for Research on Children, Youth, Families, 

and Schools 

http://cyfs.unl.edu/ 

http://www.equityallianceatasu.org/
http://autismpdc.fpg.unc.edu/content/functional-behavior-assessment
http://www11.georgetown.edu/research/gucchd/nccc/
http://www.nccrest.org/index.html
http://ici.umn.edu/
http://www.ncpie.org
http://www.promisingpractices.net/
http://cyfs.unl.edu/
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 Tier 3 Academics 
 

Center on Teaching and Learning:  

http://ctl.uoregon.edu/ 

CTL provides rigorous research on the design, delivery and efficacy of curriculum, instruction, and 

assessment as individual elements used in schools, especially in the primary, elementary, and middle 

school grades. 

 

Florida Center for Reading Research 

http://www.fcrr.org 

FCRR is a multidisciplinary research center at Florida State University that explores all aspects of 

reading research. 

 

The IRIS Center 

http://iris.peabody.vanderbilt.edu/ 

 The IRIS Center offers a wide variety of resources about evidence-based instructional  

and intervention practices, in an effort to infuse resources into preservice preparation and profession-

al development programs. 

 

National Clearinghouse for English Language Acquisition & Language Instruction Educational Programs 

http://www.ncela.gwu.edu/  

(NCELA) supports the U.S. Department of Education's Office of English Language Acquisition, 

Language Enhancement, and Academic Achievement for Limited English Proficient Students 

(OELA) in its mission to respond to Title III educational needs, and implement NCLB as it applies 

to English language learners (ELLs). 

 

Tier 3 Mental Health 
 

School Mental Health Project (SMHP) 

http://www.smhp.psych.ucla.edu 

SMHP was created to pursue theory, research, practice and training related to addressing mental 

health and psychosocial concerns through school-based interventions. 

 

Substance Abuse and Mental Health Services Administration  

http://www.samhsa.gov/  

SAMHSA's National Center for Trauma-Informed Care (NCTIC) is a technical assistance center 

dedicated to building awareness of trauma-informed care and promoting the implementation of trau-

ma-informed practices in programs and services. 

 

Substance Abuse and Mental Health Services Administration (SAMHSA) 

http://www.samhsa.gov/ 

The Substance Abuse and Mental Health Services Administration (SAMHSA) is the agency within 

the U.S. Department of Health and Human Services that leads public health efforts to advance the 

behavioral health of the nation. SAMHSA's mission is to reduce the impact of substance abuse and 

mental illness on America's communities. 

http://ctl.uoregon.edu/
https://webmail.unmc.edu/owa/redir.aspx?C=YlYWJdyQh0yooTPDyI8iHuy6D20zpM8IVQ88WeJey_lgxSzz2tIpRG3q3ONDwXgq3I-LduOUyIY.&URL=http%3a%2f%2fwww.fcrr.org
http://iris.peabody.vanderbilt.edu/
http://www.ncela.gwu.edu/
http://www2.ed.gov/about/offices/list/oela/index.html
http://www2.ed.gov/about/offices/list/oela/index.html
http://www2.ed.gov/about/offices/list/oela/index.html
http://www.smhp.psych.ucla.edu/
http://www.samhsa.gov/nctic/
http://www.samhsa.gov/
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 Alternatives to Restraint/Seclusion 
 

Restraint and Seclusion: Resource Document 

http://www2.ed.gov/policy/seclusion/restraints-and-seclusion-resources.pdf 

A guide from the US Department of Education on reducing the use of restraint and seclusion. 

 

SAMHSA Promoting Alternatives to Restraint and Seclusion 

http://www.integration.samhsa.gov/clinical-practice/

promoting_alternatives_to_seclusion_and_restraint.pdf 

This document from SAMHSA outlines strategies to reduce incidents of seclusion and restraint. 
 

 

Other Important and Relevant Resources 
 

Center for Effective Collaboration and Practice 

http://cecp.air.org/ 

The CECP is dedicated to a policy of collaboration at Federal, state, and local levels that con-

tributes to and facilitates the production, exchange, and use of knowledge about effective prac-

tices. 

 

Council for Exceptional Children 

http://www.cec.sped.org/ 

CEC advocates for appropriate governmental policies, sets professional standards, provides 

professional development, advocates for individuals with exceptionalities, and helps profes-

sionals obtain conditions and resources necessary for effective professional practice. 

 

National Association of School Psychologists 

http://www.nasponline.org/ 

The National Association of School Psychologists (NASP) empowers school psychologists by 

advancing effective practices to improve students’ learning, behavior, and mental health. 

 

Project ACHIEVE 

http://www.projectachieve.info/ 

The program uses strategic planning, professional development, and on-site consultation and 

technical assistance to address student achievement, positive school and classroom climates, 

effective teaching and instruction, and parent and community outreach and involvement. 

 

U.S. Department of Education 

www.ed.gov 

ED's mission is to promote student achievement and preparation for global competitiveness by 

fostering educational excellence and ensuring equal access. 

 

 

http://www2.ed.gov/policy/seclusion/restraints-and-seclusion-resources.pdf
http://www.integration.samhsa.gov/clinical-practice/promoting_alternatives_to_seclusion_and_restraint.pdf
http://www.integration.samhsa.gov/clinical-practice/promoting_alternatives_to_seclusion_and_restraint.pdf
http://cecp.air.org/
http://www.cec.sped.org/
http://www.nasponline.org/
http://www.projectachieve.info/
http://www.ed.gov

